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Abstract
Science and social studies instruction at the elementary level has diminished in quantity and quality
as a result of increasing pressure to maximize English language arts achievement. This approach
exchanges short term gains in reading proficiency for long term deficits across many disciplines.
Research establishes a strong connection between background knowledge gained through content
area learning and the ability to comprehend expository texts. Moreover, deprioritizing science and
social studies instruction limits opportunities to explore disciplinary literacy practices which serve
as the foundation for acquiring knowledge in different disciplines. The framework for
interdisciplinary read aloud lessons developed through this project, will enable teachers to plan and
implement interactive read aloud lessons which will build critical background knowledge on a
topic and introduce disciplinary literacy skills to elementary students. Interdisciplinary read aloud
lessons will create background knowledge necessary for reading expository texts, establish a base
of knowledge for upcoming science and social studies learning, and expose students to the diverse
practices of different disciplines.
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Chapter One: Introduction
Problem Statement
Over the past two decades, accountability measures in the form of standardized assessments
and corresponding curriculum expectations, have slowly eroded the efficacy of science and social
studies instruction, leading to the exclusion of science and social studies as core content areas
within elementary curricula (Fitchett & Heafner, 2014; Levy, Pasquale, & Marco, 2008). In the
fifteen year period from 1993 to 2008, instructional minutes in social studies decreased by an
average of fifty-six minutes per week, while instructional minutes for science decreased by
forty-six minutes per week (Heafner & Fitchett, 2012). Noticing a shift in instructional priorities,
teachers sought out new ways to preserve time for social studies and science, often trying to
integrate content area topics with reading instruction (Heafner, 2018; Milner et al., 2012). Heafner
(2018) compiled teacher practices in regards to integrating ELA and social studies instruction,
noting that teachers used social studies materials in service of ELA goals, with only cursory
instruction in social studies content.
Current instructional trends in elementary education prioritize English language arts over
other content areas, and have adverse effects on student achievement across all domains (Heafner
& Fitchett, 2012; Romance & Vitale, 2012). Considerable research points to the interdependent
relationship between reading comprehension and content area learning, which can be defined as
the study of skills and knowledge within a specific discipline (Hwang & Duke, 2020; Cervetti &
Hiebert, 2018; Romance & Vitale, 2012). Lack of foundational knowledge in social studies and
science has been shown to impede the progress of reading growth as students progress to higher
grade levels and fails to prepare students for the demands of learning within the disciplines
(Romance & Vitale, 2012; Hwang & Duke, 2020; Shanahan & Shanahan, 2014).
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In contrast, the impact of robust instruction in the content areas during the elementary
grades positively influences outcomes for reading comprehension skills and content area learning,
with positive effects increasing in magnitude as students progress through k-12 education (Hinde et
al., 2007; Romance & Vitale, 2012). For example, researchers found that developing background
knowledge in science concepts enabled students to infer and make connections to the text when
reading about science topics (Hwang & Duke, 2020). Additionally, prior knowledge of content
and vocabulary within a specific domain have been linked to stronger decoding and
comprehension skills when reading corresponding texts (Kim et al., 2021).
Increasing the quality of interdisciplinary instruction is possible through the use of a
framework for interdisciplinary read aloud lessons. When utilizing the framework, teachers will
design a sequence of interdisciplinary read aloud lessons with the goal of building background
knowledge, acquiring domain vocabulary, and introducing students to disciplinary literacy
practices. When implemented in place of traditional read aloud lessons, interdisciplinary read
alouds can increase the number of instructional minutes devoted to content area learning and
improve the quality of instruction delivered during integrated lessons. The framework will include
background reading and planning resources to support teachers in creating each interdisciplinary
read aloud lesson sequence. The framework also includes a collaborative tool teachers can use to
identify science and social studies texts organized by grade level and topic, describe instructional
practices used successfully during interdisciplinary read aloud lessons, and share artifacts
connected to different lesson sequences.
Importance and Rationale of the Project
Science and social studies are essential curricula that impact students’ academic success and
provide important skills for life beyond school. The interconnectedness of the world today requires
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students to learn how to analyze and solve problems on a global scale, utilize new technologies to
drive innovation, and confront the impacts of global issues like climate change (Carnegie
Corporation of New York Institute for Advanced Study, 2009). Students must also develop the
capacity to function in different social networks they will encounter upon entering a rapidly
diversifying labor market (Carnegie Corporation of New York Institute for Advanced Study, 2009;
National Council for the Social Studies, 2017). Students need a strong foundation of science and
social studies skills to prepare them for a global, technologically advanced economy (Carnegie
Corporation of New York Institute for Advanced Study, 2009; National Council for the Social
Studies, 2017). In addition to impacts on employment, social studies learning supports the
development of informed citizens by imparting foundational knowledge of civics, history,
geography, and economics (National Council for the Social Studies, 2017).
There is readily available evidence that the marginalization of content area studies
negatively impacts students. Over the past two decades, instructional minutes for social studies and
science have steadily decreased, while instructional minutes for English language arts consistently
increased over the same time period (Heafner & Fitchett, 2012). Additional time spent on reading
did not result in significant improvements on performance: reading scores for nine-year old
students on the National Assessment of Educational Progress have shown some slight
improvements since 2002, but have stagnated in recent years (National Center for Education
Statistics, 2009).
Reading comprehension and content area learning have a reciprocal relationship: a broad
knowledge base facilitates more proficient reading while strong reading skills add to existing
knowledge through reading experiences (Cervetti & Hiebert, 2018). Research supports this finding
in a myriad of ways. For instance, Hwang and Duke (2020) examined the extent to which prior
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domain knowledge impacted reading comprehension among elementary students. The study
indicated a strong connection between background knowledge and reading comprehension, noting
that students with higher levels of prior knowledge in science were more likely to demonstrate
proficiency with inferring and making connections in text (Hwang & Duke, 2020). In addition,
students with a plethora of both broad and specific content knowledge were better equipped to
comprehend informational texts (Cervetti & Hiebert, 2018). Studies around integrated social
studies and English language arts instruction demonstrated a positive impact on reading
comprehension (Hinde et al., 2007). In another study, interdisciplinary units incorporating specific
literacy skills resulted in cumulative improvements in multiple disciplines (Conner et al., 2017). As
students progressed through subsequent social studies and science units, their performance
continued to improve across assessment measures (Conner et al., 2017). This demonstrates the
increasing importance of domain knowledge in reading comprehension as students age.
In addition to general reading comprehension, content area instruction can equip students
with disciplinary literacy skills which are integral in producing knowledge in specific domains
(Lent, 2017). The literacy demands in secondary level content area studies become more advanced,
requiring a deep knowledge base and specialized literacy skills applicable to specific domains
(Shanahan & Shanahan, 2008). These literacy practices, known as disciplinary literacy skills,
enable students to approximate the thinking, speaking, and learning of scientists, historians,
economists, and geographers (Cervetti, 2021). Students need exposure to science and social
studies at a young age to build a strong foundation in content area knowledge and to begin
approximating the disciplinary literacy work required later in life (Cervetti, 2021; Grysko &
Zygouris-Coe, 2020).
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Background of the Project
When viewed through a historical perspective, it is clear that science and social studies
instruction have endured several periods of evolution. Historically, both content areas have been
vulnerable to external influences. In the 20th century, global events forced the status and success of
American education into the spotlight, highlighting the failures of the education system in
preparing students for their future (Ness et al., 2016; Shermis, 1964). For example, the Space Race
highlighted a need for more robust science education in the United States (Ness et al., 2016).
Similarly, the existential threat of World War II created an urgency around social studies
instruction, with the sole purpose of fostering and protecting American cultural values (Shermis,
1964).
The passage of No Child Left Behind in 2002 led to a fundamental shift in the prioritization
of both social studies and science. More recently, the influence of state and federally mandated
standardized assessments pushed each discipline to evolve once more. The legislation directly
connected test scores in English language arts and mathematics to measures of achievement and
funding, which contributed significantly to a narrowing of the curriculum taught by elementary
teachers (Griffith & Scharmann, 2008; Fitchett & Heafner, 2010). Teachers felt pressured to
increase instructional time for reading and math, and were even encouraged by administrators to
minimize instruction in other content areas (Denton & Sink, 2015). As teachers focused their
instructional efforts on math and ELA, content area learning was absorbed into literacy instruction
by incorporating science or social studies texts into read aloud lessons (Heafner, 2018). In several
studies, teachers reported feeling ill equipped to create interdisciplinary learning experiences to
support both ELA and content area goals (Denton & Sink, 2015; Fitchett & Heafner, 2014;
Connor et al., 2017).
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Currently, efforts among professional organizations to improve teaching and learning
within secondary disciplines contradict the actual instruction taking place in elementary classrooms.
The Next Generation Science Standards were developed to address many perceived problems in
science education, including the lagging performance of American students compared with their
international peers, a decline in scientific achievements, and a need for a more modern approach to
science education (National Research Council, 2012). Similarly, the College, Career, and Civic
Life Framework for Social Studies State Standards detailed several shifts in social studies
instruction with a large focus on inquiry based skills (National Council for the Social Studies,
2017).
Each new version of content standards, across ELA, science, and social studies, includes
an emphasis on literacy skills through a disciplinary lens, and links literacy instruction with content
area learning (Cervetti, 2021). While the standards envision a certain level of integrated learning,
the reality in classrooms falls far short. Integrated units focus heavily on reading or writing skills,
using science or social studies content as a backdrop for literacy goals (Milner et al., 2012;
Heafner, 2018). Multiple studies show attempts at integrated instruction combining ELA and other
content areas often contained ineffective instructional practices and failed to include rigorous,
discipline specific practices (Cervetti, 2021; Milner et al., 2012).
In summary, the pressures of mandated standardized testing to secure state and federal
funding have created a lopsided curriculum in the elementary grades. To satisfy an immediate need
to improve reading skills in the short term, teachers place undue emphasis on ELA instruction,
providing limited exposure to important domain knowledge through content area learning (Connor
et al., 2017; Fitchett & Heafner, 2010; Fitchett & Heafner, 2014). As students progress through
subsequent grade levels, their need for background knowledge increases and begins to impact their
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ability to read and comprehend content specific texts and their ability to learn in a manner
consistent with different disciplines (Connor et al., 2017; Romance & Vitale, 2012; Hinde, et al.,
2007).
Statement of Purpose
The purpose of this project is to create a framework for kindergarten through fourth grade
teachers to use in planning high interest interdisciplinary read aloud lessons to support disciplinary
literacy skills in science and social studies. By creating interdisciplinary read alouds through this
project, teachers can increase the amount of time spent on science and social studies.
Interdisciplinary read aloud lessons will replace some traditional interactive read aloud lessons
during ELA instruction. Teachers value science and social studies learning (Heafner, 2018; Milner
et al., 2012). Yet, teachers struggle to reflect the value of content area learning in their schedules
due to high demands for more instruction in ELA (Denton & Sink, 2015; Heafner, 2018).
Interdisciplinary read alouds can address the imbalance in instructional minutes by reclaiming some
instructional time for content area learning.
Another purpose of this project is providing a framework for interdisciplinary read aloud
lessons, which present an alternative form of read aloud instruction, to improve the quality of
science and social studies instruction offered at the elementary level. Interdisciplinary read alouds
will take the place of generic interactive read aloud lessons, which may only highlight the content
of a social studies or science text, replacing general reading skills with disciplinary literacy skills
aimed at building domain knowledge. In addition, interdisciplinary read aloud lessons offer the
added benefit of teaching literacy skills through the lens of a particular discipline, rather than rely
on generic literacy skills to simply read through an expository text (Lott & Clark, 2021; Romance
& Vitale, 2012).
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When implemented at strategic moments in the curriculum, interdisciplinary read alouds
can front load content knowledge for upcoming science or social studies lessons and add to the
knowledge base students rely on when reading text. Studies with elementary students point to
positive outcomes for reading comprehension, domain knowledge, and vocabulary acquisition
when disciplinary literacy skills are paired with high interest texts about a cohesive topic (Isidro,
2021; Lott & Clark, 2021; Connor et al., 2017). Incorporating content area learning through read
aloud lessons can build conceptual knowledge, increase reading volume, and engage students in
authentic literacy practices (Cervetti & Hiebert, 2018; Cervetti et al., 2016).
Another important purpose of the project is to add to teachers’ knowledge of disciplinary
literacy practices. When engaging with the components of this project, teachers will learn more
about disciplinary literacy at the elementary level, grow their repertoire of skills for read aloud
instruction, and have the opportunity to collaborate with colleagues on interdisciplinary read aloud
lessons. Over time, teachers will help compile a resource list of texts, instructional practices, and
student artifacts related to interdisciplinary read aloud lessons. Collaborating around the tools
created in this project will help sustain teachers as they work to incorporate more science and social
studies learning into their schedules.
Objectives of the Project
One overarching objective of the project is to boost student achievement by including more
content area instruction during the school week. Students will develop more comprehensive
networks of knowledge around science and social studies topics, supporting both their reading
development and their overall learning in the content areas (Hwang & Duke, 2020; Cervetti &
Hiebert, 2018). The interdisciplinary read aloud lessons will serve as a backdrop for approximating
disciplinary literacy practices, fulfilling a need for more robust content area learning, especially in
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the context of interdisciplinary instruction (Isidro, 2021). Keeping the primary goal of supporting
student learning in mind, the objectives of the project also include supporting teacher learning and
collaboration around disciplinary literacy skills.
For teachers, there are two objectives regarding planning and implementing the project.
First, teachers will utilize the learning guides on disciplinary literacy to expand their knowledge.
An annotated lesson will provide an additional resource for teachers to learn more about how
disciplinary literacy can be enacted during whole group interactive read aloud lessons. For the
second objective, teachers will utilize the project framework to plan and implement 3-5
interdisciplinary read alouds for a selected topic, which will immerse students in learning about the
topic and model use of a disciplinary literacy practice. Each interdisciplinary read aloud lesson will
include a set of texts to develop a conceptual knowledge base, consistent with studies which relied
on texts to build background knowledge of a topic prior to launching into a unit in science or social
studies (Isidro, 2021; Lott & Clark, 2021; Romance & Vitale, 2012). Teachers will deliver the
interdisciplinary read aloud lessons during 15-30 minute time periods across consecutive days. The
sequence of interdisciplinary read alouds will be focused on a single, high interest topic or question
students are curious about. The chosen topic should relate to one or more content standards central
to an upcoming unit, model at least one disciplinary literacy skill, and expose students to academic
and domain vocabulary.
Definition of Terms
● ELA- Acronym for English Language Arts; refers to reading and writing instruction and all
related components (i.e. phonics, grammar study, spelling instruction, interactive read
alouds, etc.).
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● Disciplinary literacy- A subset of literacy skills unique to different disciplines; how a
discipline uses language to produce knowledge within the domain, communicates findings,
and analyzes information presented in different formats such as primary documents or
graphical representations (Shanahan & Shanahan, 2008).
● Integrated instruction- instruction which combines goals across content areas and provides
instruction around goals connecting each domain (Revelle et al., 2020).
● NAEP- Acronym for the National Assessment of Educational Progress, a standardized
assessment managed by the National Center for Education Statistics. The NAEP is
administered to students in fourth, eighth, and twelfth grade and covers various topics
depending on the grade level. The NAEP is a national assessment, allowing comparisons
across states and many different demographic groups (National Center for Education
Statistics, 2009).
Scope of the Project
This project is designed for k-4 teachers interested in incorporating additional science and
social studies work into their weekly schedules. Teachers will be recruited on a voluntary basis and
must be willing to commit to teaching at least nine interactive read aloud lessons, each 15-20
minutes in duration, through three separate interdisciplinary read aloud sequences. Teachers will
participate in a small collaborative group and will help compile a resource list in support of this
work. The project will provide information regarding disciplinary literacy skills, but will not
provide specific information regarding science or social studies content standards for individual
grade levels.
Teachers will still rely on their district curricula for the bulk of their science and social
studies instruction. In order to increase the number of instructional minutes in science and social
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studies, the interdisciplinary read alouds should be implemented outside of designated science or
social studies instructional time. It is recommended that interdisciplinary read aloud lessons occur
in place of generic interactive read aloud lessons in the days leading up to a new science or social
studies unit. Because each interdisciplinary read aloud sequence is only 3-5 lessons in length,
teachers will need to limit the focus of each study to one or two disciplinary literacy skills.
Interdisciplinary read alouds will also provide a preview of relevant vocabulary. While teachers
may choose to spend some time exploring and defining vocabulary words, vocabulary work
should be done in service of disciplinary literacy skills. Finally, the project components do not
include any assessment materials because the focus of the interdisciplinary read alouds is on
building knowledge of a topic as a baseline for future instruction.
Some factors that may hinder the effectiveness of the project include administrative support
and acquiring materials. In some school districts or buildings, teachers must comply with a
common grade level or building schedule. Administrators may hinder implementation of the project
if they require rigid adherence to the building schedule. Because the interdisciplinary read aloud
lessons are alternative approaches to read aloud instruction, interdisciplinary read alouds are
interchangeable with traditional interactive read alouds. In addition, each sequence of
interdisciplinary read aloud lessons takes place in the week leading up to a new science or social
studies unit, which likely change with less frequency than core content areas. Therefore, teachers
would only need to replace a small number of traditional interactive read aloud lessons each
semester.
Another barrier to effective implementation is the availability of texts. The interdisciplinary
read aloud lessons are dependent on texts. Teachers may struggle to access texts on specific science
or social studies topics. To address this barrier, the project encourages teachers to broaden their
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definition of text to include photos, videos, audio recordings, and first hand observations. In
addition, over time teachers will curate lists of texts connected to grade level topics through use of
the project. Teachers will have easy access to text lists and text sets curated by colleagues.
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Chapter Two: Literature Review
Introduction
Science and social studies instruction provide critical knowledge for readers across grade
levels. As students encounter more specialized texts, the need for a wide array of content area
knowledge becomes increasingly important in facilitating reading comprehension and success in
other academic areas (Romance & Vitale, 2012; Hwang & Duke, 2020). Recent research illustrates
a de-emphasis of social studies and science instruction within elementary curricula as evidenced by
a decrease in both time and quality, especially in the context of interdisciplinary instruction
(Heafner & Fitchett, 2012; Fitchett & Heafner, 2010). One way to improve the quantity and quality
of science and social studies instruction is to implement interdisciplinary read aloud lessons, which
can create opportunities to build a knowledge base in different domains and establish disciplinary
literacy skills (Shanahan & Shanahan, 2008; Romance & Vitale, 2012).
The first section of this chapter will introduce cognitive theories that stand in support of
developing background knowledge to facilitate reading comprehension. Schema theory, cognitive
load theory, and the construction integration model provide complementary explanations of the
cognitive processes associated with reading comprehension. The literature reviewed in the
following sections will examine the relationship between domain knowledge and reading
comprehension. The next section will synthesize relevant literature describing instructional shifts in
regards to science and social studies, leading up to a more recent look at disciplinary literacy skills
at the elementary level. Finally, the literature review will highlight best practices in disciplinary
literacy instruction as described in the research followed by brief concluding remarks pertaining to
the development of the project.
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Theory/Rationale
Schema Theory
Schema theory expands on the work of Jean Piaget’s theory of cognitive development
(Yilmaz, 2011). Schema theory “views organized knowledge as an elaborate network or storage
system of abstract mental structures that represent an individual’s understanding of concepts related
to experiences and knowledge” (Little & Box, 2011, p. 24). Learning takes place when the learner
encounters new information, evaluates the information based on general knowledge stored in their
schemata, then incorporates the new information into existing schematic structures (Anderson,
1984). The extent to which new knowledge is stored in long term memory depends upon the
coherence between new information and existing schema connected to that event (Little & Box,
2011). Schema theory proposes that, “the knowledge a person already possesses is the principal
determiner of what a person can come to know” (Anderson, 1984, p.8). Schemata provide a
foundation to construct new learning while also limiting the scope of what a person is able to learn
at a given time.
Schema theory endorses classroom practices which build upon and expand students’
background knowledge around topics and content areas (Sweller et al., 1998; Cervetti et al., 2016).
Students are more apt to learn in conditions which activate their existing schema, priming them to
incorporate new knowledge around a specific topic (Yilmaz, 2011). In addition, learning
experiences should be designed to reflect the existing schemata students possess (Little & Box,
2011). As students engage in learning around a specific content area or topic, they are exposed to
increasingly sophisticated knowledge and skill sets. These repeated exposures enable more
complex, wider ranging schema development and can lead to automaticity in schema activation
(Little & Box, 2011).
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Cognitive Load Theory
Cognitive load theory explores how the mechanisms of working memory and long term
memory relate to learning (Sweller et al., 1998). Schemata are developed within the context of
working memory: information is processed and manipulated in working memory then stored in
related schematic structures (Sweller et al., 1998). Working memory has a relatively small capacity,
which limits the amount of information that can be processed and stored in long term memory
(Paas et al., 2003). Cognitive load theory proposes limiting the demands upon working memory in
order to facilitate faster, more automated processing of new information into existing schemata
(Sweller et al., 1998). The cognitive load of a specific task may be affected by task design or the
ways in which students are expected to interact with instructional materials (Sweller et al., 1998).
Schemata are pivotal in complex learning. Individual schema can be combined together and
stored as one discrete element, which can be processed simultaneously within the confines of
working memory (Paas et al., 2003). Learners can complete complex cognitive tasks by activating
several schemata, which may encompass vast swaths of connected information, simultaneously in
working memory (Sweller et al., 1998; Paas et al., 2003). The act of reading involves performing
several concurrent tasks, with each task placing a demand on working memory (Smith et al.,
2021). Readers benefit from instructional practices which develop more complex and robust
schemata because they are able to use fewer cognitive resources for information processing, freeing
up cognitive capacity for schema acquisition (Paas et al., 2003).
Construction Integration Model
An additional cognitive model of reading, the construction integration model describes the
reading process as an interaction between a specific text and a network of background knowledge
(Smith et al., 2021). Readers form propositions directly related to the linguistic information read on
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a page (Kintsch, 1991). Next, readers rely on their prior knowledge to identify ideas and create
connections as they form a representation of the text, known as the textbase (Hwang & Duke,
2020; Kintsch, 1991; Smith et al., 2021). During the integration phase, the representation of
meaning created by the reader, the textbase, is refined and integrated with existing networks of
prior knowledge forming the situation model (Kintsch, 1991). The amount and complexity of
preexisting knowledge determines how a reader will interpret and represent a text, limiting or
expanding the quality of the situation model (Smith et al., 2021).
Research/Evaluation
The following section examines the synergistic relationship between knowledge, reading,
and learning. The initial section will draw on cognitive theories to describe how prior knowledge,
especially in the domains of science and social studies, strengthens a reader’s ability to comprehend
text. Next, the research will discuss the modern day decline of content area instruction and the
response among teachers to address this issue. The literature reviewed also positions integrated
instruction as an inconsistent solution to the declining role of content area learning. The last section
of the literature review will describe disciplinary literacy instruction as an answer to ineffective
content integration, examining the prevalence of disciplinary literacy at the elementary level and
exploring best practices.
Interdependence of Reading and Content Area Learning
Readers need a broad supply of knowledge to comprehend text. Both schema theory and
the construction integration model explain the act of comprehending a text as an integrative
process: relevant schema are activated and used to process novel information by assimilating
congruent information into an existing schema, modifying schemata, or creating a new schema to
accommodate dissimilar information (Yilmaz, 2011). Connor et al. (2017) examined the importance
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of schemata in learning new information through their study of kindergarten through fourth grade
students participating in content area literacy instruction. The study replaced the traditional literacy
block with content area literacy instruction in science and social studies and relied on inquiry
methods to develop content knowledge (Connor et al., 2017). The study also included several
literacy components relevant to the area of study, these included small group instruction in literacy
skills, leveled trade books, science notebooks, and graphic organizers used for concept and
vocabulary development (Connor et al., 2017). After administering the posttest, researchers found
that reading comprehension and domain knowledge improved across subsequent units, with
learning gains increasing over time (Connor et al., 2017). Students developed more comprehensive
schematic networks through content area learning, enabling deeper learning during future lessons
(Connor et al., 2017; Hwang & Duke, 2020).
Similarly, studies around conceptual coherence serve as another example of the role of
schema construction and learning. Cervetti, Wright, and Hwang (2016) examined the importance
of conceptual coherence through the use of connected text sets. Fourth graders who read a text set
around one topic, birds, scored higher in the areas of conceptual knowledge, text recall, and
vocabulary acquisition than their peers who read several unrelated texts (Cervetti et al., 2016). Kim
et al. (2021) added to this work through their study of vocabulary development among first and
second grade students exposed to thematic science and social studies instruction. In such lessons,
instruction was organized around large concepts central to a topic or theme (Kim et al., 2021).
Other components included concept mapping to support conceptual understanding of central
vocabulary terms and interactive read alouds wherein teachers provided additional exposure and
context around the selected vocabulary terms (Kim et al., 2021). At the end of the study, students
were found to have improved their knowledge of content vocabulary, demonstrated the ability to
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transfer their knowledge to reading and writing events, and improved their ability to learn words
incidentally in both science and social studies (Kim et al., 2021). Learning experiences with
conceptually coherent contexts and materials support schema development by immersing students
in deep learning of a topic (Kim et al., 2021).
Stores of knowledge developed during content area learning supports new learning. The
construction integration model emphasizes the interpretive role of prior knowledge, in that textual
experiences are read through the lens of available background knowledge, constraining the
possibilities for comprehension (Smith et al., 2021; Hwang & Duke 2020). In constructing the
situation model, readers require a minimum level of prior knowledge within a domain in order to
build comprehension around domain specific vocabulary and the text as a whole (O’Reilly et al.,
2019; Cervetti et al., 2016). In other words, sparse networks of domain knowledge place a cap on
the amount of knowledge a reader can glean from a text because they lack the schemata necessary
for interpreting new information (Smith et al., 2021).
Just as a lack of background knowledge can constrain comprehension, broad networks of
knowledge within a domain have been correlated with higher achievement for both domain
learning and deeper reading comprehension in texts with domain specific topics (Hwang & Duke,
2020). Hwang and Duke (2020) examined possible associations between prior knowledge in
science topics, reading motivation, and decoding skills amongst a sample of third grade
multilingual students (Hwang & Duke, 2020). A major finding of the study noted that students
who lacked prior knowledge of science topics created a less detailed representation of the text,
evident in their lower level of proficiency on the reading comprehension measure (Hwang &
Duke, 2020). When students know more about the content in a text, they are better equipped to
recall important information, think inferentially, and summarize the text (Cervetti & Hiebert, 2018).
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Shifts in Content Area Instruction
Over the past few decades, social studies and science instruction received minimal, less
effective coverage. Research on classroom practices in elementary science instruction reveal a shift
away from standards based instruction which includes scientific inquiry, graphical literacy, and
reasoning skills (Milner et al., 2012; Windschitl, 2019; Ness et al., 2016). There are fewer
opportunities to engage students in science learning related to their own interests and phenomena
occurring in students’ immediate environment (Heafner & Fitchett, 2012; Grysko & Zygouris-Coe,
2020). Teachers feel obligated to spend more instructional time on tested subjects, even though
teachers recognize the importance of science and social studies learning (Ness et al., 2016; Milner
et al., 2012; Griffith & Scharmann, 2008; Heafner & Fitchett, 2012). In a similar trend, teachers
report sacrificing deep learning of content expectations within social studies in favor of ELA goals
(Heafner, 2018). In addition, teachers reported a reluctance to limit instructional time for ELA in
favor of science or social studies out of fear that it may have a detrimental impact on reading
performance (Griffith & Scharmann, 2008; Connor et al., 2017). When ELA goals take
precedence over all others, the depth and range of content area learning is severely limited and may
not include instruction to support skills specific to each domain (Fitchett & Heafner, 2010; Connor
et al., 2017).
In an attempt to reclaim instructional time for science and social studies, teachers integrated
content area learning with ELA instruction, with mixed results. Integrated instruction is defined as
“an instructional approach that builds relations between domains, such as between geography and
literacy, but also ensures that each discipline maintains its core principles” (Revelle et al., 2020, p.
701). Integrated instruction often prioritized tested subjects: studies found that teachers included
social studies or science content as an extension of ELA instruction, with little to no focus on
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developing knowledge and skills specific to the discipline (Fitchett & Heafner, 2010; Milner et al.,
2012). Denton & Sink (2015) analyzed factors influencing content integration in elementary
classrooms and revealed several barriers to integration, affecting the extent to which teachers fully
integrate different domains. When teachers emphasize basic literacy skills over social studies skills
during integrated lessons it is often due to lack of robust curricula or the necessary materials
(Denton & Sink, 2015). Teacher knowledge is also a barrier to more effective content area
instruction (Denton & Sink, 2015). To address this issue, one study combined teacher learning with
student learning during a summer program for science instruction (Ippolito et al., 2018). In this
case, teachers learned about disciplinary literacy practices prior to designing integrated lessons
(Ippolito et al., 2018).
When implemented effectively, integrated learning experiences can improve outcomes in
multiple areas. Romance & Vitale (2012) examined one model of integrated study in which science
learning was integrated with literacy instruction, replacing the traditional ELA block in grades 3-5.
Students participated in literacy practices such as journaling, concept mapping, and reading
comprehension work, experiencing each activity within the context rich environment of scientific
inquiry (Romance & Vitale, 2012). Results from the study indicate improved performance on both
reading and science posttests (Romance & Vitale, 2012). In a similar fashion, Hinde et al. (2007)
studied the impact of integrating geography and literacy in grades 3-8. The lessons connected to
the study supplemented traditional reading and social studies instruction with integrated lessons
incorporating satellite imagery, thematic maps, and connected reading and writing activities (Hinde
et al., 2007). Students improved their reading scores on posttest measures, with scores improving
the most for students in grades 5-8, pointing to the increasing importance of domain knowledge as
students age (Hinde et al., 2007).
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Disciplinary Literacy at the Elementary Level
Responding to an emerging need to support students with more rigorous literacy demands
encountered in secondary science and social studies courses, teachers turned towards content area
literacy practices in the late 1990’s (Cervetti, 2021). Content area literacy focuses on developing
generalizable reading skills, including vocabulary instruction, and summarizing (Cervetti, 2021;
Shanahan & Shanahan, 2012). Many of the aforementioned studies on integrated instruction
involved several content area literacy practices. In contrast, disciplinary literacy skill instruction
teaches students different ways of reading, writing, and speaking to acquire and share knowledge
within a discipline (Shanahan & Shanahan, 2008). Learning in the content areas relies upon
specialized literacy skills and an understanding of the different ways in which scientists,
geographers, historians, and economists use literacy practices to accumulate and disseminate
knowledge (Cervetti, 2021).
When examined side by side with expectations for elementary learners, it is clear that both
approaches to literacy instruction have a place in elementary classrooms. Content area literacy
skills develop students’ ability to comprehend expository texts within multiple domains, while
disciplinary literacy skills support unique practices within a domain and communicate habits and
practices central to a discipline (Cervetti, 2021). Traditionally, elementary teachers have leaned into
content area literacy practices due to their versatility and direct support of ELA goals (Cervetti,
2021). For example, teachers might use a story with social studies themes during an interactive
read aloud, teaching literacy skills with the social studies content in the background (Heafner,
2018).
Within elementary settings, integrating science and social studies with ELA is widely
regarded as the most expeditious approach to meeting content area expectations across all domains
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(Heafner, 2018). Disciplinary literacy instruction extends the benefits of integrated instruction by
establishing a purpose for learning, which goes beyond meeting performance based goals and
immerses students in authentic investigations into engaging topics (Hapgood & Palincsar, 2007;
Grysko & Zygouris-Coe, 2020). Disciplinary literacy skills are the literacy tools used by domain
specialists to gather and share information with colleagues in the field, and thus provide students
with additional, more specialized literacy skills (Grysko & Zygouris-Coe, 2020). Students learn the
practices and processes of a particular field by approximating the work of scientists and social
scientists (Lott & Clark, 2021). For example, students might read a primary source document and
explore the conditions of a particular time period through drawings and photographs as a part of
social studies learning (Connor et al., 2017).
Best Practices in Disciplinary Literacy
When done well, there are a few common characteristics in integrated instructional modules
featuring disciplinary literacy practices at the elementary level. First, effective instruction focuses
on inquiry based exploration of a high interest topic to develop deep knowledge. Learning through
the lens of inquiry directs students towards asking questions and exploring possible answers to real
world problems or events (Hapgood & Palincsar, 2007). Questions are student driven in both
science and social studies contexts, and often relate to students’ experiences and interests
(Hapgood & Palincsar, 2007; Revelle et al., 2020). As students explore a particular topic, they are
able to apply specialized reading skills within an authentic setting, at times interacting with a
variety of text types or genres (Hapgood & Palincsar, 2007; Connor et al., 2017; Cervetti &
Hiebert, 2018). The inquiry component of integrated studies also serves to build a wide knowledge
base for students to rely on throughout the unit and in future learning events ( Connor et al., 2017;
Hayden & Eades-Baird, 2020).
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Expanding Literacy Practices
Secondly, effective integrated instruction uses disciplinary literacy skills as a lever for
exploring new ways to approach literacy learning, with discipline specific literacy work embedded
through the learning experience. Interdisciplinary study is consistent with the recommendations of
the General Education Leadership Network (2016), which outlines essential literacy practices in
early elementary classrooms, including interactive read aloud lessons in a variety of genres, writing
for diverse purposes and audiences, and building content knowledge and relevant vocabulary.
Disciplinary literacy shifts the focus of these practices from learning strategies for reading and
writing towards the unique ways in which reading and writing are used in a discipline to learn
about a concept (Lott & Clark, 2021; Shanahan & Shanahan, 2014). Utilizing disciplinary literacy
practices during content area instruction provides students with a context for accumulating
knowledge and sharing their learning with others (Lott & Clark, 2021). For science learners, the
literacy experiences might include observations of a plant, taking and recording measurements, and
drawing models in a science notebook (Lott & Clark, 2021). Using a text as an anchor, teachers
can elicit questions from students which might be used to drive future inquiries (Isidro, 2021).
Research supports integrating literacy learning into the content areas in order to build content
knowledge, which will establish a broad foundation of knowledge for learners to draw upon later
as they age (Cervetti & Hiebert, 2018; Caball & Hwang, 2020).
Furthermore, disciplinary literacy centers the act of reading around a central concept or
theme (Shanahan & Shanahan, 2014). Cervetti, Wright, and Hwang (2016) researched the impact
of conceptual coherence on learning and found that reading materials with a consistent topic
resulted in an increase in vocabulary knowledge related to the topic of the text. That is, reading
connected texts allows for the activation of specific schemata, reducing the number of individual
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elements a reader must consider, reserving a portion of the cognitive load to assimilate connected
vocabulary words into existing schemata (Cervetti et al., 2016; Paas et al., 2003). Texts can be
ordered to support students in accumulating deeper knowledge over time when learning in
thematic, interdisciplinary units (Caball & Hwang, 2020; Romance & Vitale, 2012; Lupo et al.,
2020).
Role of Text
Just as conceptual coherence builds content knowledge over time, texts can be used in a
way to support inquiry and accumulate domain knowledge in interdisciplinary instruction. Text
selection can influence domain knowledge (Cervetti & Hiebert, 2018). Researchers point to the
importance of considering how the text can contribute to domain knowledge as an individual
resource and as one component in a set of related texts (Cervetti & Hiebert, 2018). Text sets are
flexible in nature and should account for different reading levels and varying degrees of
background knowledge on a topic (Lupo et al., 2020).
Interdisciplinary studies can also draw upon texts encompassing multiple modalities, such
as videos, artifacts, photographs, graphs, charts, and maps (Lupo et al., 2020; Cervetti & Hiebert,
2018; Revelle et al., 2020). Ippolito et al. (2018) used weather reports as a form of text to support
both reading and writing work. In their summer institute, students analyzed the components of a
weather report to determine how meteorologists share information (Ippolito et al., 2018). The
transcribed reports helped establish criteria for students to make observations, collect data, and
report their findings (Ippolito et al., 2018). Disciplinary literacy instruction embraces a broad
definition of text, mirroring the authentic reading and writing practices of scientists and social
scientists (Cervetti, 2021).
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In many cases, teachers and researchers utilized diverse texts during read aloud activities
While some studies employed traditional read aloud practices, such as activating prior knowledge,
generating a summary of the reading, or examining text structure within expository text; other
studies approached the read aloud through the lens of disciplinary literacy (Isidro, 2021; Revelle et
al., 2020). In one such example, a read aloud text was used to practice generating and refining
questions for use in a science investigation (Isidro, 2021). In the same study, researchers read a
biography about Henry Ford, using the text as a backdrop to consider how scientists continuously
refine and retest an idea (Isidro, 2021). In another example from a secondary social studies
classroom, students participated in a whole class read aloud lesson using an informational video as
the text (Lupo et al., 2020). This was followed by connected readings in many different genres,
such as newspaper articles, textbook excerpts, and supreme court case briefs (Lupo et al., 2020). In
this example, the texts presented different information and perspectives of the first amendment,
supporting the accumulation of knowledge across each reading (Lupo et al., 2020). Both examples
illustrate how read aloud lessons can be used to teach disciplinary literacy skills to acquire domain
knowledge. These alternate forms of read aloud instruction can be implemented during the
traditional literacy block, securing additional time for content area learning, without any detrimental
effects on literacy development (Connor et al., 2017).
Written and Oral Language
Lastly, many successful models of interdisciplinary instruction include writing or discussion
based activities which mirror the practices of experts within the domain (Lott & Clark, 2021).
Content area learning provides an authentic purpose for reading and writing activities and creates
connections between ELA and domain topics (Cervetti & Hiebert, 2018; Kim et al., 2021).
Disciplinary literacy practices lend themselves to writing outside the bounds of traditional ELA
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instruction, including texts such as science notebooks, field guides, reports, thematic maps, and
papers written from historical perspectives (Ippolito et al., 2018; Revelle et al., 2020; Jones &
Thomas, 2006). For example, kindergarten students practiced making scientific observations and
then created a record of their observational data through diagrams, short descriptions, and
quantitative measures (Lott & Clark, 2021). Next, students used the observations and data
collections as evidence to support their conclusions during small group discussions (Lott & Clark,
2021).
In writing and speaking with a specific discipline in mind, students begin to approximate
the language and vocabulary practices of a domain (Hapgood & Palincsar, 2007; Lott & Clark,
2021). Domain vocabulary acts as an important component of background knowledge, expanding
students’ ability to comprehend content area texts and emulate the written and oral language of the
domain (Kim et al., 2021; Lott & Clark, 2021). Research supports intentional vocabulary
instruction in support of reading comprehension and building domain knowledge (Kim et al.,
2021). One approach to vocabulary acquisition is concept mapping. Concept maps explore
multiple components of a word beyond simple definitions and explicitly connect conceptually
related words (Jones & Thomas, 2006; Caball & Hwang, 2020). Concept mapping can be
expanded to include words spanning multiple domains in order to facilitate transfer and incidental
word learning (Kim et al., 2021). Exposure to semantically similar words during content area
instruction facilitates connections between stored vocabulary and results in improved
understanding (Kim et al., 2021). In a fourth grade science classroom, a teacher extended concept
mapping to include a sort activity in which students sorted vocabulary terms into categories based
on the concepts each word represented or connected to (Grysko & Zygouris-Coe, 2020). The
activity was conducted in small groups, allowing students to discuss different ways to sort the
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vocabulary terms (Grysko & Zygouris-Coe, 2020). Vocabulary instruction scaffolds the demands
of content area reading by building a network of known words for students to rely upon when
reading (Kim et al., 2021; Grysko & Zygouris-Coe, 2020).
Teacher Collaboration
Teacher collaboration is an additional component of disciplinary literacy instruction. In a
study on project based learning, another approach to interdisciplinary instruction, Revelle et al.
(2020) recommends considering how teachers can collaborate around development and
implementation of interdisciplinary curricula in order to boost teacher motivation and engagement
with ongoing project based learning initiatives. Ippolito et al. (2018) described teacher learning
during a summer school program, noting that collaboration plays a large role in helping teachers
learn and refine new skills. In this instance, teachers engaged in summer teaching and learning
around integrating literacy and science, which included disciplinary literacy (Ippolito et al., 2018).
Teachers attended brief, pre-teaching professional development and then collaborated with
colleagues around teaching practices and difficulties they encountered (Ippolito et al., 2018). In this
particular model, teacher learning took place primarily during discussions and reflections on
disciplinary literacy instruction (Ippolito et al., 2018). The model engaged teachers in generating
their own exploration of disciplinary literacy instruction and resulted in an increase in teaching
disciplinary literacy practices during the regular school year (Ippolito et al., 2018).
Recent research indicates that teacher collaboration can be an effective learning tool
(Damjanovic & Blank, 2021). Professional learning communities are collaborative groups growing
in popularity (Glaze-Crampes, 2020). Groups of teachers, known as PLC’s, collaborate on a
voluntary basis to grow instructional practices which will directly impact student learning
(Glaze-Crampes, 2020). Key components of professional learning communities are planning and
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reflecting on instruction (Glaze-Crampes, 2020). Professional learning communities create new
opportunities for robust, sustainable professional learning because they “[shift] the emphasis away
from outside expertise and isolated learning towards social and contextual learning” (Damjanovic
& Blank, 2021, pg. 575). Professional learning communities are rooted in the practice of inquiry
and developing collective agency (Damjanovic & Blank, 2021). Through the process of engaging
with a professional learning community, teachers can share their knowledge and expertise across
disciplines (Damjanovic & Blank, 2021).
Situating teachers as experts within a learning community can positively impact teacher
self-efficacy and improve their competence (Damjanovic & Blank, 2021). Milner et al. (2012)
identified teacher confidence as a common barrier to enthusiasm around science instruction and
willingness to implement new instructional methods. Similarly, elementary teachers reported a lack
of knowledge and unclear goals and expectations around social studies instruction, informing their
decision to omit social studies content goals (Heafner, 2018). Even though more structured, large
group professional development is often used to support teacher learning around instruction,
teachers can develop skills and knowledge to support their work in the content areas through
smaller professional learning communities (Glaze-Crampes, 2020; Damjanovic & Blank, 2021). A
smaller, individualized approach to professional learning enables teachers to address instruction
issues in real time (Ippolito et al., 2018; Damjanovic & Blank, 2021).
Summary
Cognitive theories identify background knowledge as an integral component of reading
comprehension and content area learning. Schema theory describes prior knowledge as a flexible
cognitive structure used to organize information (Anderson, 1984). Schemata provide anchors for
new learning: as a learner encounters information, that information is processed into existing
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schema or forces the creation of new schema (Anderson, 1984). Once schemata are formed, they
are used to construct representations of texts (Smith et al., 2021). Upon encountering text, a reader
interprets the information through the lens of their prior knowledge (Kintsch, 1991). The reader
manipulates new information in order to integrate the textbase into existing schemata (Hwang &
Duke, 2020). In addition, schemata also play a critical role in complex learning tasks performed by
expert readers. As schemata are combined to form broader more sophisticated networks, they
require fewer resources from working memory (Sweller et al., 1998). Cognitive load theory posits
that learning occurs when information is integrated into long term memory and is facilitated by
limiting the demands on working memory (Sweller et al., 1998; Paas et al., 2003). According to
these cognitive theories, background knowledge plays an important role in reading and
comprehension.
Varying degrees of background knowledge influence a reader’s proficiency in
comprehending a text (Smith et al., 2021). As science and social studies have been phased out of
elementary curricula, students are afforded fewer opportunities to build a robust knowledge base
necessary for reading informational texts (Romance & Vitale, 2012). Content area instruction is the
avenue through which many students develop important knowledge to facilitate future learning
(Cervetti & Hiebert, 2018). Integrated instruction, which includes a combination of content area
literacy skills, disciplinary literacy skills, and multiple academic disciplines, offers one instructional
model to support the development of content knowledge as background for reading (Heafner,
2018; Shanahan & Shanahan, 2014; Caball & Hwang, 2020).
Utilizing a framework for interdisciplinary read aloud instruction, teachers can support
elementary students in developing disciplinary literacy skills. Learning within the disciplines
becomes increasingly complex as students advance, requiring an understanding of the unique ways
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disciplinary experts construct knowledge, interact with literature, and communicate with others in
the field (Shanahan & Shanahan, 2008, 2012). One approach to disciplinary literacy instruction
supports leveraging texts to build a foundation of knowledge for later study (Cervetti, 2021; Isidro,
2021). Instruction integrating ELA with science and social studies goals should include coherent
content area themes, multiple types of texts, and a strong focus on developing content vocabulary
(Romance & Vitale, 2012; Lupo et al., 2020; Shanahan & Shanahan, 2012; Kim et al., 2021). It is
important that teachers collaborate with colleagues in refining instructional practices when creating
interdisciplinary learning experiences (Ippolito et al., 2018).
Considering the research on the cognitive processes involved in reading comprehension, it
is logical to conclude that supporting background knowledge will lead to improved outcomes in
reading. Thus, time spent learning about content specific topics and literacy practices improves
learning across domains. The framework for interdisciplinary read aloud lessons described in the
following chapter increases the number of minutes spent learning science and social studies, adding
to students’ background knowledge in the content areas. The interdisciplinary read aloud lessons
will allow teachers to deliver conceptually connected interactive read aloud lessons to build
background knowledge and engage students in learning more about disciplinary literacy practices
in the domains of science and social studies.
Conclusion
Literacy is the instructional focus across a majority of the school day in elementary grades,
often at the expense of other content areas. This approach exchanges a broad range of content
knowledge and discipline specific literacy practices for short term gains on isolated reading skills.
Readers rely on their background knowledge to orient themselves to new texts and new learning
experiences. Creating opportunities to foster interdisciplinary learning can build knowledge and
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support reading development. Elementary teachers can address the gap in learning by intentionally
planning for interdisciplinary read aloud lessons that expose students to thematic topics, content
vocabulary, and discipline specific forms of learning and communicating.
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Chapter Three: Project Description
Introduction
Instruction in the content areas of science and social studies is lacking in both quantity and
quality at the elementary level, adversely affecting students’ reading comprehension due to a deficit
in background knowledge. In response to the pressures placed upon teachers to develop proficient
readers and writers, teachers have struggled to incorporate science and social studies into weekly
schedules in a meaningful way (Milner et al., 2012; Heafner, 2018). This approach leaves students
lacking important background knowledge which contributes to their capacity to comprehend text
and affects their access to advanced learning in other domains later in life (Cervetti & Hiebert,
2018; Shanahan & Shanahan, 2008). Attempts to create learning experiences integrating ELA and
other disciplines resulted in inconsistent and ineffective results, with very little focus on the core
competencies within each discipline (Fitchett & Heafner, 2010; Milner et al., 2012). Creating
interdisciplinary learning opportunities is a viable solution to the problems of both time and quality
(Cervetti, 2021). Strong examples of interdisciplinary instruction utilize inquiry, look to diverse
forms of texts as a tool to build knowledge, and develop academic vocabulary (Hapgood &
Palincsar, 2006; Isidro, 2021; Cervetti & Hiebert, 2018). Each of these components can be
included through disciplinary literacy instruction (Lott & Clark, 2021).
The purpose of this project is to build background knowledge of science and social studies
topics and increase the amount of instructional time spent on content area learning. This project
will expose students to content area knowledge and disciplinary literacy skills through interactive
read aloud lessons within connected texts sets and corresponding activities. Because the lessons
will be taught during the literacy block within designated read aloud time, the studies will increase

39
the time students engage with science and social studies learning. The project is a framework for
interdisciplinary read aloud lessons and includes both planning and teaching tools.
The following chapter will present the components of the framework for interdisciplinary
read aloud lessons. The framework includes components for teacher learning and tools for
planning and collaborating around interdisciplinary read aloud lessons. The learning guides include
several tools for teachers to use in planning and implementing the interdisciplinary read aloud
lessons. The project also includes a planning template as well as a sample interdisciplinary read
aloud lesson sequence using the planning framework. To foster collaboration and build a collection
of resources, the project includes a collaboration tool for teachers. After describing the purpose and
rationale of each project component, the author will describe a plan for evaluating the effectiveness
of the project, including a description of pre and post-study surveys. The author will also discuss
connections between research and the project plan. Finally, the chapter will conclude with
suggestions for future research.
Project Components
Project Design
This project was designed as a tool to support teachers with content area learning so
students are more engaged and better prepared for learning opportunities across all disciplines.
Initially, this project was conceptualized as a framework to build connected text sets. Lupo et al.,
(2020) presented the importance and usefulness of connected text sets in the context of disciplinary
literacy. The author noted the prevalence of read aloud instruction in the local school district and
identified the potential for growing interactive read aloud practices to include more exposure to
other content areas. During an informal group conversation with elementary school teachers, the
author learned that teachers want to include more science and social studies, and are looking for
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ways to shift instruction to make this goal more approachable. While they might read non-fiction
books aloud, teachers acknowledge that they could and should do more to incorporate science and
social studies skills into these interactive read aloud lessons. Keeping in mind the need to support
teacher learning in order to positively impact student outcomes, the author structured this project to
include information to expand teacher thinking around interactive read aloud lessons.
It is worth noting that the teachers within this particular school district have experience with
self guided professional development through their professional learning communities. Recalling
Damjanovic & Blank’s (2021) work around professional learning communities, professional
development is more meaningful and self-sustaining when derived from the immediate needs of
teachers. The scope of the project was expanded to provide on-demand access to professional
learning and teaching tools for educators working to improve content area learning in their
classrooms. Additionally, the author considered the ongoing work of professional learning
communities in conceptualizing this project: the components are designed to be flexible and apply
to multiple content areas across the school year which allows the PLC to engage with the project in
multiple contexts.
Teacher Learning
The initial components of the framework were designed to address a need for increased
teacher learning around content area instruction as described by Denton and Sink (2015).
Developing common learning around disciplinary literacy prior to planning for instruction proved
successful in other studies (Ippolito et al., 2018). Teachers will begin their study of disciplinary
literacy using two learning guides which will describe the characteristics of disciplinary literacy
with a focus on practices applicable to elementary classrooms (Appendix B, Appendix C). Cervetti
(2021) compared disciplinary literacy with content area literacy, skills which are typically taught in
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a traditional interactive read aloud, noting that disciplinary literacy provides a more nuanced
approach to text. Teaching disciplinary literacy skills through interdisciplinary read aloud lessons is
an extension of the work teachers already implement in their classrooms. Consistent with Shanahan
& Shanahan’s (2014) recommendation to extend existing literacy practices to include disciplinary
literacy skills, both Appendices B and C describe how disciplinary literacy practices are embedded
throughout grade level expectations and connect to literacy work being done across domains.
Planning Tools for Interdisciplinary Read Aloud Lessons
Throughout the body of research, studies describe the importance of extending content area
literacy skills to include a stronger focus on discipline specific literacy practices (Cervetti, 2021;
Hapgood & Palincsar, 2006; Grysko & Zygouris-Coe, 2020). The project will improve teacher
awareness of disciplinary literacy skills by providing explicit examples of disciplinary literacy
practices. Teachers will learn to recognize opportunities to introduce disciplinary literacy skills
during interdisciplinary read aloud lessons through Appendix C. In addition, it is important to
consider how students will describe new learning from interdisciplinary read alouds. When paired
with read aloud lessons, speaking and writing can further enhance student skills in approximating
discipline specific practices (Lott & Clark, 2021; Isidro, 2021). Teachers will consider the purpose
of a disciplinary literacy practice, then identify potential extension activities for students to share
their thinking orally or in writing (Appendix C). Both Lott and Clark’s (2021) work with
disciplinary literacy in elementary grades and the project based learning study described by Revelle
et al. (2019) provide a detailed description of many disciplinary literacy practices for science and
social studies, informing the development of Appendix C.
To begin planning an interdisciplinary read aloud sequence, teachers will work to compile a
rich text set around a single topic. Isidro’s (2021) exploration of disciplinary literacy demonstrates
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the use of a classroom read aloud as a catalyst for inquiry into a topic or concept and is supportive
of anchoring discipline specific work in a common text based experience. In curating a set of texts
for interdisciplinary read alouds, teachers should consider a wide variety of texts, consistent with
research by Cervetti and Hiebert (2018), to supplement students’ existing background knowledge
and to create common background knowledge around the topic of study. Texts should be arranged
in a way to build conceptual knowledge over time, with more complex texts presented later in the
set (Lupo et al., 2020; Caball & Hwang, 2020). Using learning from Appendix C, teachers will
curate a text set connected to an upcoming topic of study in science or social studies. The
framework provided in Appendix D prompts teachers to analyze the content area concept they will
focus on during the interdisciplinary read aloud sequence, defining a specific concept or idea to
highlight during each interdisciplinary read aloud. A sample read aloud sequence will further
support teachers during the planning component of the project (Appendix E).
Another important component of the planning resources in this project is the reference to
academic vocabulary. Several research articles note the importance of intentional instruction in
academic vocabulary (Grysko & Zygouris-Coe, 2020; Jones & Thomas, 2006; Lott & Clark,
2021). In addition, content area instruction should include discipline specific ways of
accumulating knowledge, sharing ideas, and using language consistent with the discipline (Lott &
Clark, 2021; Shanahan & Shanahan, 2008). In planning for a text based inquiry into a topic,
teachers will consider the academic language required by the topic and may even plan for explicit
vocabulary instruction (Appendix D).
Teacher Collaboration
The framework for interdisciplinary read aloud lessons can generate enthusiasm for
disciplinary studies by creating a new opportunity for teacher collaboration. Damjanovic and Blank
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(2021) report the important role of teacher expertise and collaboration in sustaining professional
growth. The project provides teachers with a platform to share instructional practices and favorite
texts with colleagues (Appendix F). Each participating teacher will contribute to the collaboration
document found in Appendix F, building a digital resource list of texts connected to many different
topics in science and social studies. Cervetti, Wright, and Hwang (2016) emphasize the importance
of conceptual coherence within sets of texts in order to facilitate deep learning about a topic. As the
list of texts grows, teachers will be able to curate a text set to scaffold the information presented by
the text, promoting the acquisition of both knowledge and vocabulary.
Project Evaluation
One criteria of success for this project is an increase in instructional minutes for science and
social studies. Studies recommend increasing time for science and social studies learning (Fitchett
& Heafner, 2014). If teachers implement the project with fidelity, they will plan and teach at least
three interdisciplinary read aloud lessons, with each lesson lasting between 15-20 minutes. Over
one sequence of read aloud lessons, teachers will add an additional 45-60 minutes to content area
instruction. Teachers will report an initial number of minutes for content area learning in a pre
survey (Appendix G) and will report the change in instructional minutes using the post survey
(Appendix H).
An additional success criteria is an improvement in the quality of content area instruction as
it relates to integrated lessons. Even though content integration is a viable option for increasing
content learning, integrated lessons provide superficial instruction in the domains and often place
greater emphasis on ELA skills (Milner et al., 2012; Heafner, 2018; Cervetti, 2021). Prioritizing
disciplinary literacy skills within interactive read aloud instruction can enrich learning for the
content areas while simultaneously promoting goals for ELA (Cervetti, 2021: Connor et al., 2017;
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Lupo et al., 2020). The project will address this problem by improving teacher knowledge and
awareness around disciplinary literacy and supporting the integration of disciplinary literacy
practices with read aloud instruction. Changes to the quality of integrated instruction will be
measured through the post-study survey, which will prompt teachers to describe the disciplinary
literacy practices enacted during their read aloud lessons (Appendix H).
To evaluate the effectiveness of the project, teachers will complete a pre and post study
survey (Appendix G, Appendix H). The initial survey will ask teachers to report the number of
minutes spent on content area instruction within a week and the disciplinary literacy practices they
use routinely during content area instruction (Appendix G). Teachers will also report their general
level of knowledge and confidence in teaching disciplinary literacy skills. After teaching their
initial set of read aloud lessons, teachers will complete the post survey (Appendix H). This survey
is very similar in form to the initial survey, with a few adjustments. The post survey will ask
teachers to report the number of minutes spent on each interdisciplinary read aloud lesson in
addition to the number of instructional minutes spent on science and social studies within a week’s
time period (Appendix H). Teachers will also be asked to reflect on the lessons to describe what
went well and how the lessons will be adjusted in the future. The last survey question requests
information about the role of collaboration in planning and implementing the interdisciplinary read
aloud lessons. The author will gather data using the post survey for three separate interdisciplinary
read aloud sequences within each teacher’s classroom in order to track instructional minutes and
practices over time.
Project Conclusions
Content area learning is a critical component of elementary education (Hwang & Duke,
2020; Connor et al., 2017). External and internal pressures minimize the role of science and social
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studies learning for young students and limit the amount of time spent pursuing content area
learning goals (Milner et al., 2012; Fitchett & Heafner, 2010). Yet, students need the background
knowledge developed in content area instruction in order to read proficiently across all domains
(Revelle et al., 2020; Romance & Vitale, 2012). The need for science and social studies knowledge
increases as students age and must navigate the nuanced ways each domain shares information
(Shanahan & Shanahan, 2008).
Effective content area instruction, which integrates literacy components with domain
knowledge and practices, can improve ineffective attempts to integrate science and social studies
content into ELA instruction (Cervetti, 2021). Strong instruction integrating content area learning
and literacy development includes a focus on inquiry, uses text to build common knowledge, and
utilizes written and oral language practices consistent with a discipline (Hapgood & Palicsar, 2006;
Lott & Clark, 2021; Isidro, 2021; Lupo et al., 2020). In addition, disciplinary literacy skills further
enhance interdisciplinary learning by presenting alternative practices of reading and writing
through different disciplinary lenses (Shanahan & Shanahan, 2008).
Elementary students need science and social studies to become better learners across their
lives. Young students deserve opportunities to apply their learning in contexts which engage and
excite them. Teachers can begin to reclaim some instructional time for science and social studies by
embedding disciplinary practices in interdisciplinary read aloud lessons. By engaging students in
text based inquiry centered around a content topic, teachers can build common knowledge and
discipline specific practices to support students as they continue to explore science and social
studies topics.
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Project Implementation
This project is intended for use in elementary classrooms in need of improvement to science
and social studies instruction. The project will be used to build common knowledge of science and
social studies topics and would be an important addition to existing science and social studies
curriculum. The resources in this project would be especially helpful for teachers who have limited
experience integrating ELA and content area learning, or can be used to support content area
curricula with limited literacy resources. The project will be introduced to instructional coaches and
science and social studies stakeholders in a mid-sized school district in Western Michigan and will
be posted on the district curriculum hub. On a more local level, the project will be discussed and
introduced to grade level teams interested in growing their practice with science and social studies
instruction. Additional teachers will be recruited to the project through word of mouth. To extend
the reach of this project, data should be collected over several years, allowing the author to compile
a comprehensive list of texts and topics teachers used for interactive read aloud lessons. Data can
be used to compile grade level text sets to complement science and social studies instruction and
grade level standards.
There are several options for continuing the work of this project and for future research.
First, the interdisciplinary read aloud lessons are designed to provide a tool to support instruction
and student learning in the content areas. Texts are a critical component in this tool. As the project
is implemented across grade levels, the text list created in Appendix F will continue to grow. This
can become a powerful resource list for teachers to draw upon as they grow their practice.
Additionally, the digital nature of Appendix F will allow teachers to share examples and artifacts
across multiple modalities. The resources created in this project will continue to nurture
professional growth.
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In addition, the author recommends conducting local research on common instructional
practices in social studies lessons. While the research presented support for disciplinary literacy,
there were very few studies, comparable to science, describing disciplinary literacy practices
specific to social studies. Examining instructional practices on a local level will add to the
collection of disciplinary literacy practices presented in this project. An additional avenue for
research is to examine the systems and structures present in high performing schools to develop a
model of more balanced instruction across the school day, especially in regards to content area
instruction.
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Appendices
Appendix A

Using Interactive Read Aloud Lessons to Build Knowledge and Skills in
the Content Areas
Introduction
The purpose of this self guided professional learning is to grow your practice
around science and social studies instruction using interactive read aloud
lessons. Within each read aloud, you will immerse your students in a topic to
build common background knowledge and model disciplinary literacy
practices used by expert scientists and/or social scientists.

Research
There is considerable research to support instructional shifts aimed at
improving access to high quality science and social studies learning.
Some important ﬁndings include:

❖ Students need background knowledge to make meaning from text,
especially as they begin reading more specialized science and social
studies texts (Hwang & Duke, 2020; Shanahan & Shanahan, 2008).

❖ Content area instruction in science and social studies also supports
reading comprehension (Romance & Vitale, 2012).

❖ Young students can build topic knowledge when reading expository text
(Cervetti & Hiebert, 2018).

❖ Disciplinary literacy practices can create more authentic and engaging
reading and writing experiences for students (Cervetti & Hiebert, 2018).

Framework Components
This framework will support you with planning and implementing
interdisciplinary read aloud lessons. Each interdisciplinary read aloud lesson
sequence will consist of 3 to 5 conceptually connected interactive read aloud
lessons and a disciplinary literacy practice. You will begin by learning more
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about disciplinary literacy on the elementary level through a series of learning
guides.
In this three part series you will:

❖ learn about disciplinary literacy practices,
❖ explore how disciplinary literacy practices relate to literacy skills you are
already teaching, and

❖ examine di

erent ways to incorporate disciplinary literacy skills into

your read aloud lessons.
Within this resource you will ﬁnd tools to help you plan and implement
interdisciplinary read aloud lessons in your classroom.
The framework includes:

❖ three learning guides exploring disciplinary literacy practices,
❖ a planning framework,
❖ a sample interdisciplinary read aloud lesson sequence,
❖ a collaboration document to build a repertoire of texts and practices
over time with the help of your colleagues, and

❖ pre and post study surveys to gauge the impact of this professional
learning on your current practice.

Conclusion
Eachinterdisciplinary read aloud lesson should be designed with your science
and social studies content area expectations in mind. The read aloud lessons
planned using this framework will be delivered in place of traditional
interactive read aloud lessons a week prior to the start of a new content area
unit. While you will certainly rely upon your tried and tested strategies for read
aloud instruction, the framework for interdisciplinary read aloud lessons asks
that you approximate some practices of disciplinary literacy.
____________________________
Created by Lyndsey M. Bensel, 2022
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Appendix B

A Guide to Disciplinary Literacy
This learning guide will describe the basic features of disciplinary literacy
instruction.
In this guide, you will:

❖ develop an understanding of disciplinary literacy,
❖ learn how disciplinary literacy can impact your instruction, and
❖ explore the resources in the framework for interdisciplinary read aloud
lessons.

What is Disciplinary Literacy?
Disciplinary literacy is an alternative approach to literacy skills which “focuses
on the specialized ways of reading, writing, speaking, doing, and thinking in a
particular discipline” (Grysko & Zygouris-Coe, 2019, p. 485). With a generic
approach to reading instruction, teachers might emphasize skills students
can use in any type of text (Cervetti, 2021). Instruction in disciplinary literacy
recognizes that di erent disciplines prioritize di erent aspects of text and
require more specialized skills on the part of the reader (Cervetti, 2021). In
addition, disciplinary literacy explores di erences in vocabulary and text
structure across disciplines (Grysko & Zygouris-Coe, 2019).
Researchers studied di erent ways experts in math, science, and history read
and learned from text (Shanahan & Shanahan, 2012). These studies revealed
di erent strategies for reading in each domain. For example, reading a history
text requires readers to think about the author’s relationship to a historical
event and his/her biases, whereas reading a science text might require special
attention to di erent forms of evidence used to support hypotheses
(Shanahan & Shanahan, 2012). In other words, disciplinary literacy practices
require readers to take on a new lens to learn information from a text (Cervetti,
2021).
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How can disciplinary literacy help my students?
Disciplinary literacy can help diversify the literacy practices of students,
extending their reading repertoire beyond foundational skills (Grysko &
Zygouris-Coe, 2019). For the youngest learners, disciplinary literacy supports
building knowledge through text (Isidro, 2021). Disciplinary literacy is often
rooted in inquiry and can engage students in asking questions, representing
their thinking and learning through models, and explaining their thinking with
experiential evidence (Isidro, 2021).

What are some examples of disciplinary literacy at the elementary level?
Disciplinary literacy instruction at the elementary level is a relatively new ﬁeld
of research. Some expectations for disciplinary literacy instruction can be
found in the Next Generation Science Standards as well as in the College,
Career, and Civic Life Framework (C3) for social studies. Disciplinary literacy in
elementary school includes strategies which engage students in learning
information from a text in new ways (Cervetti, 2021). When considering how to
enact disciplinary literacy practices, envision the diverse ways students
engage in learning during science and social studies. Now think of the literacy
practices students might utilize to grow knowledgeable in the domain and
communicate what they have learned.
When engaging in disciplinary literacy practices, students might:

❖ use maps and images to write about or describe di

erent conditions in

a geographical region (Hinde et al., 2007);

❖ create a model of an experimental design by writing and/or drawing
(Lott & Clark, 2021);

❖ analyze a source of information (i.e. primary or secondary source,
author’s biases related to event, author’s relationship to event, etc.)
(Lent, 2017);

❖ assign a chronological sequence of events given a description in text
(Lent, 2017);

❖ use text to gather evidence or data (Lott & Clark, 2021); or
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❖ argue from evidence (Lott & Clark, 2021).
Conclusion
Many of the practices listed above are similar to some of the literacy practices
you already engage your students in. The resources in this framework will
support you in building o

of your existing practice to include opportunities

for students to approximate the work of disciplinary experts. In the next
learning guide, you will see additional examples of disciplinary literacy
practices at the elementary level.
____________________________
Created by Lyndsey M. Bensel, 2022
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Appendix C

Disciplinary Literacy at the Elementary Level: Practices and Tools
Appendix C is a powerpoint presentation. This is a tool teachers wi use as they plan each
interdisciplinary read aloud sequence. The information in this guide can be referred to for
background information and for prompts or suggestions for each individual read aloud
lesson. This tool can be used digita y as an entire powerpoint presentation, or printed as
single page handouts. Slides 6-9 would be especia y helpful in printed form to use as
references during interdisciplinary read aloud lessons.
Please refer to the screenshots below.

____________________________
Created by Lyndsey M. Bensel, 2022
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Appendix D

Interdisciplinary Read Aloud Lesson Planning Framework
Content area and topic:
Standards:
Date Range:

Defining Conceptual Understanding
What concept are you
introducing to your
students?

What do you want them to
know about the concept?

How will this knowledge
support your students in an
upcoming unit?

Disciplinary Literacy Practices
What disciplinary literacy practices will students use to learn about this topic?

How will students communicate what they are learning?

Vocabulary
List 1-3 domain specific
vocabulary words, including
the definition.

List 1-3 academic
vocabulary words, including
the definition.

How will you explore the
meaning of these words?
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Read Aloud Sequence
Text 1:
Disciplinary literacy skill:

Questions or prompts

Follow up activities

Questions or prompts

Follow up activities

Questions or prompts

Follow up activities

Questions or prompts

Follow up activities

Questions or prompts

Follow up activities

Notes:

Text 2:
Disciplinary literacy skill:

Notes:

Text 3:
Disciplinary literacy skill:

Notes:

Text 4:
Disciplinary literacy skill:

Notes:

Text 5:
Disciplinary literacy skill:

Notes:

____________________________
Created by Lyndsey M. Bensel, 2022
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Appendix E

Sample Interdisciplinary Read Aloud Lesson Sequence
Content area and topic: Grade 3 social studies- Indigenous People in early
Michigan

Standards: Grade Level Content Expectations: 3 G5.0.1-Describe how people are a
part of, adapt to, use, and modify the physical environment of Michigan
(Michigan Department of Education, 2022).
C3 Framework: D2.His.3.3-5. Generate questions about individuals and groups who
have shaped signiﬁcant historical changes and continuities (National Council for
the Social Studies, 2013).

Date Range: 11/1-11/4
Defining Conceptual Understanding
What concept are you
introducing to your
students?

What do you want them
to know about the
concept?

How will this knowledge
support your students in
an upcoming unit?

A long time ago,
Indigenous People
depended on the land to
survive. Water provided
food, transportation, and
linked people together.

Life was very di erent
many years ago.
The water provided
important resources for
the Indigenous people.

Students will be learning
about daily life, resource
use, and trade in the
upcoming social studies
unit. One important
concept in the upcoming
unit is how water
connected many people
and enabled the region
to thrive.
This knowledge will help
them understand why
the Indigenous way of life
was tied closely to the
water in Michigan.

Disciplinary Literacy Practices
What disciplinary literacy practices will students use to learn about this topic?
Consider how you will model and scaffold the skill.
This interdisciplinary read aloud will focus on asking supporting questions
about a historical time period.
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Lesson 1: Historians ask questions about di erent times in history. Questions we
ask should lead us to a new understanding about a big concept. Model
generating questions by comparing today’s time period to the time period in
the story.
Lesson 2: Historians compare di erent time periods in order to ask questions.
Practice generating questions by comparing today’s time period to the time
period in the photo story.
Lesson 3: Organizing our questions helps us make connections. Group similar
questions together to create broader questions.
Lesson 4: Asking big questions helps us grow big ideas. Using questions
generated earlier, begin looking for information to answer some questions.

How will students communicate what they are learning?
Students will generate questions about a historical time period. Students will
sort similar questions to create supporting questions. Students will add
evidence from the texts to begin answering some of their questions.

Vocabulary
List 1-3 domain specific
vocabulary words,
including the definition.

List 1-3 academic
vocabulary words,
including the definition.

Supporting question- a
question which helps us
explain part of a big idea

N/A for this study

Indigenous People- the
ﬁrst people

How will you explore the
meaning of these words?
Supporting question: we
will practice creating
examples of supporting
questions to explore
what these might look
like.
Indigenous People: to
build conceptual
knowledge, we will
examine di erent
aspects of the
Indigenous way of life.

Read Aloud Sequence
Text 1: The Voyageur's Paddle by Kathy-Jo Wargin
Disciplinary literacy skill:

Questions or prompts:

Follow up activities:

Asking supporting
questions to learn about

I notice… this makes me
wonder…

N/A
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a historical time period
Today we… but in this
story, the people… This
makes me wonder…
This is di erent from our
community because…
this makes me wonder…

Notes:
This text shows water as a source of transportation and food during the fur
trading era. During questioning, highlight these features of the water. This text
also shows Ingidenous families in relation to the French voyageurs. Generate
questions about the Indigenous families to keep the focus on their way of life
during this time period.

Text 2: Photo story
*This text will consist of photographs from the district social studies curriculum
materials. The photos will feature scenes of Indigenous life, including, spear
ﬁshing from a canoe, harvesting wild rice, and an indigenous village.

Disciplinary literacy skill:

Questions or prompts:

Follow up activities:

Asking supporting
questions to learn about
a historical time period

This picture makes me
think about getting food.
This looks very di erent
from how we get food.
This picture makes me
wonder…

Students will generate
some questions about
what life was like in the
photos. Collect one or
two questions about the
text from each student.

How is this the same or
di erent from your life/
house/ family?
What does this photo
make you wonder?
I notice this picture has
water in it too. What does
this make you wonder?

Notes: Encourage students to look closely at all the details in each text. Guide
students to generate questions connected to daily life and the use of water in
each photo.

Text 3: Manoomin video (Anishinaabek, 2022)
* The video features a tribe of Anishinaabek people harvesting and processing
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wild rice. In the video, the narrator explains the cultural and economic
importance of wild rice (Anishinaabek, 2022).

Disciplinary literacy
skill: Asking supporting
questions to learn
about a historical time
period

Questions or prompts:

Follow up activities:

What are you noticing in
the video? What does this
make you wonder?

Question sort: students
will work in small groups
to generate questions
using all three texts we
have read up to this
point.

How does this video teach
us about this group of
Indigenous People? What
does this make you
wonder about them?
For the activity:
Which questions ask
about similar things?
How could we write a
question about this
category? What might
that question help us
ﬁgure out?

Next, students will sort
questions into similar
categories.
Finally, we will work
together to write
supporting questions
based on the categories
of questions students
created.

Notes: Generate questions before, during, and after watching the video.
Students can sort questions into groups to make small questions webs.

Text 4: Thirteen Moons on Turtle’s Back by Joseph Bruchac and Jonathan
London

Disciplinary literacy skill:

Questions or prompts:

Follow up activities:

Asking supporting
questions to learn about
a historical time period

We are curious about…
This part of the story
makes me think…

Add notes to the
question webs created
yesterday. The notes
should list some
information that might
help in answering the
supporting question.

This part of the story
connects to our question
about… maybe…

Notes: This book features several small legends connected to the changing of
the seasons and the lunar cycle. Read tabbed pages only. Before the reading,
summarize some of the supporting questions generated yesterday. Think aloud
often about the supporting questions to model how a reader might gather
evidence to answer questions while reading.
____________________________
Created by Lyndsey M. Bensel, 2022
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Appendix F

Collaboration Resource
The collaboration resource has two components.
First, the following chart will be used by the author to gather data on the
impact of each interdisciplinary read aloud lesson. This will be used to
identify patterns or trends in implementation and to build a resource list
featuring texts and instructional practices.
Grade
Level

Topic

Texts (listed in order
of use)

Disciplinary
literacy practice(s)

Reﬂection

___________________________
Created by Lyndsey M. Bensel, 2022

The second resource will be used by all teachers who are designing and
implementing interdisciplinary read aloud lessons. This resource is digital
and can be found on the platform Padlet. The digital resource will collect
the same data detailed above, but will include additional opportunities for
teachers to share. For example, the Padlet will allow teachers to upload
visual content or audio notes. The Padlet will enable teachers to share
more about each text or lesson they deliver because of the interactive
features embedded in the platform. This digital resource will support
teachers in collaborating with colleagues outside of the building they work
in.
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Screenshot of Padlet resource:

____________________________
Created by Lyndsey M. Bensel, 2022
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Appendix G

Pre-Study Teacher Survey

Name (optional):___________________________
Grade level: ______________________________
Describe science and social studies learning in your classroom.

What do you know about disciplinary literacy? Do you often incorporate
disciplinary literacy practices into content area units?

On average, how many minutes per week do you spend on science and
social studies instruction?
Science: _______________
Social studies: _______________

What are you hoping to gain from engaging with this framework?

____________________________
Created by Lyndsey M. Bensel, 2022
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Appendix H

Post-Study Teacher Survey
Name (optional):___________________________
Grade level: ______________________________
Describe science and social studies learning in your classroom.

How has your thinking around disciplinary literacy changed after
engaging with this work?

Describe the disciplinary literacy skill(s) you included in your lesson? How
did you practice this work with your students?

What else would you like to learn about disciplinary literacy?
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Use the chart below to list the texts in your immersion study. Include the
number of minutes for each interactive read aloud lesson.
Text

Minutes

Reﬂecting on your interdisciplinary read aloud lessons, what went well?
What adjustments might you make in the future?

What role did collaboration play in designing or implementing your
interdisciplinary read aloud lesson sequence?

____________________________
Created by Lyndsey M. Bensel, 2022

